In recent decades more and more tertiary institutions around the world have adopted some sort of English proficiency exit requirements. This study explores, from students' perspectives, what washback effects have been brought about by such exit requirements. Extensive questionnaire and interview data were collected from 737 students from 8 tertiary institutions with English proficiency exit requirements and 678 students from 9 institutions without. Results suggest minor differences between the two groups of students in terms of their motivation to learn English, how they prepared for tests, and the time they reputed devoted to their English studies. Implications and directions for further research are suggested.
3. Do English proficiency exit requirements seem to influence how students prepare for tests?
Literature Review

Washback -what is it?
Since the 1980s the term "washback" has been widely used in language teaching, testing literature, and general education. It has been described by Alderson and Wall (1993, p. 117) as "the way that tests are . . . perceived to influence classroom practices, and syllabus and curriculum planning". Buck (1988) simply describes it as the many ways tests influence teaching and learning. Bachman and Palmer (1996, pp. 29-35 ) regard washback as a feature of a broader phenomenon described as test impact, distinguishing between micro effects on specific classrooms and macro effects on societies at large. A common trait among these researchers is that they acknowledge that test washback (or impact) is not limited to students: diverse stakeholders such as teachers, students, school administrators and other test stakeholders often change their behaviours and/or beliefs because of tests.
For the purpose of this paper, washback is understood to be the effects that test(s) have on students in terms of their in class and out-of-class study patterns. These effects are likely to be viewed as positive, negative, or inconsequential by different stakeholders. If avowed curricular goals align well with the material instructors actually teach (the so-called teaching syllabus) and what students actually wish to learn (the goal of a learner-led syllabus (Breen, 1984, pp. 47-60) as well as what is in fact tested (the test syllabus), then curricular alignment is said to take place and it is hypothesized that under such conditions washback will tend to be strong. If, on the other hand, test content does not match well with these components then washback is apt to be either ineffectual or negative. Finally, we would like to underscore if a test's intended and unintended social consequences are regarded as positive, it can be said to have "consequential validity" (Messick, 1989 (Messick, , 1996 . However, real world consensus among all stakeholders tends to be elusive. There are many cases in which a test is considered a "success" by some stakeholders, but problematic by others.
Teacher washback studies
So far the vast majority of foreign language washback studies -such as those by Alderson and Hamp-Lyons (1996) , Burrows (2001 Burrows ( , 2004 , Chen (2002) , Cheng (2004 ), Ferman (2004 , Hawkey (2006) , Lam (1994) , Lewkowicz and Zawadowska-Kittel (2008) , Qi (2005) , Saif (1999 ), Valazza, (2008 , Watanabe (1996a Watanabe ( , 1996b Watanabe ( , 2004a , Horak (2006, 2008) HampLyons, (1996), Shohamy, (1993) , and Watanabe, (1996a) Their studies indicate that teaching beliefs, experience, and educational backgrounds appear to shape teacher behaviors and to some degree, learning outcomes.
The majority of washback studies show that teaching to the test is a common practice. For example, Green (2007) , Hayes and Read (2004) , and Wall and Horak (2006) found activities such as offering test-taking tips, question analysis and a de-emphasis on oral skills predominate the IELTS/TOEFL preparation classes they observed. Ferman (2004) also noted how a new Israeli EFL oral test increased the amount of time teachers spent on interview rehearsals, role-plays, and other activities to help students perform better on that exam. The emphasis on oracy in the new exam appeared to change both the content and process of instruction.
In other disciplines we can also find studies purporting tests influence instruction. Popham (1987) mentions how the math scores of first grade elementary school students in South Carolina improved as a result of test-driven instruction. Not all studies suggest such positive results. A study by Shulte, Schulte, Slate, and Brooks (2002) suggests that significant "teaching to the test" and increased teacher anxiety occurred among many elementary school teachers in Texas as a result of test-driven instructional policies. Taught, But Not How. Cheng (2004 , Green (2007) , Wall and Alderson (1993) , and Wall, (2005) suggest that while course content often changes because of a given test, the way teachers instruct is more impervious to change. Whatever modifications do occur in teaching behavior, Cheng (2005, p. 235) maintains, tend to be "superficial". In her view, to induce substantial teacher change teacher education is needed, not merely testing.
Tests Have a Minor Impact on Teaching -They Appear to Influence What is
Some studies suggest tests do not influence significantly teaching. For example, Qi (2004 Qi ( , 2005 Qi ( , 2007 has shown how a reputedly "communicative" test in China failed to stop traditional cramming practices. Surveying 388 teachers from 180 high schools, she found that approximately 57% of the class time was spent on test drilling, 35% on grammar and vocabulary practice, and only 7% on communicative language use. Teacher beliefs about the need to bolster scores for this gate-keeping test and their own widespread lack of linguistic proficiency (p. 163) appear to have scuttled the avowed test goals to promote communicative teaching. In the same vein, merely a few of the 20 university instructors that Li (2008) surveyed indicated that they changed what or how they taught following the introduction of a new test. The test that she examined had only a minor impact on how teachers taught, but her sample size was too small to conjecture about the entire population. Unfortunately, this is true of many washback studies.
Student washback studies
In contrast to the ample (albeit mostly small-scale) teacher washback studies, student washback research is dearth. Wall (2000, p. 502) laments the paucity of research and Cheng (2008 ), Spratt, (2005 , and Watanabe (2004b) emphasize the need to explore the impact of tests on learners. Two types of student washback claims are documented: (1) tests influence what is learned -but not how, and (2) tests have a minimal effect on learning. Each of these claims is also briefly considered.
Tests Influence Only What is Learned But Not How. Stoneman (2006) investigated how 655 students of in Hong Kong prepared for an exit exam. Her study revealed that over half the students were more motivated to prepare for a high-status international exam, but not for a local exam with less status. However, the methods used in preparing for both exams were similar. More than half of the students in her study said that they preferred traditional methods such as going through previous exams and/or relying on test prep books (p. 398). Stoneman's finding is consistent with Cheng's (1998 Cheng's ( , 2005 that tests have negligible impact on student learning strategies or exam preparation methods.
Tests Have a Minimal Effect on Student Learning. Bright and Von Randow (2004) studied how a test of English academic skills affected 18 foreign students in New Zealand. Despite knowing that their test scores would decisively impact their academic careers, low-proficiency students tended to make no effort to improve their scores. Subsequently, that test had nominal impact on the students -the majority simply ignored it.
Shih (2007) has explored the effects of an exit exam on 29 Taiwanese university students. Although 58% (n=17) of the participants considered that test important, few actually spent time preparing for it. This echoes Bright and Von Randow's point: merely knowing that a test is important isn't enough to guarantee that most people will actually study harder for it. However, like the earlier study by Li (2008) , the small sample size of this study makes it difficult to generalize to larger populations.
In American K-12 research contexts, we can find many studies suggesting that high-stakes testing does little to facilitate student learning. For example, Klein, Hamilton, McCaffrey, and Stecher (2000) compared performance on a high-stakes Texas state exam for which the teachers and students were studying vigorously with performance on a low-stakes national exam that they were not actively studying for. The data suggests that scores on the high-stakes state exam did not correlate well with the low-stakes national exam, which reputedly measured the same skills. They pointed out how seeming "improvement" in one test may not translate as evidence of greater learning by a different test supposedly measuring the same construct.
Considering the modest amount of EFL studies on learner washback, further research is needed to investigate how tests influence student motivation and learning strategies, which is the focus of this study.
Methodology
This research consisted of two phases: a survey phase, and a structured interview phase. A stratified convenience sample of 1415 students was used for the survey phase of this study. This consisted of 737 students from 8 tertiary institutions in Taiwan with English proficiency exam exit requirements (herein referred to as ECER schools) and 678 students from 9 schools without such requirements (herein referred to as non-ECER schools). A demographic profile of these two groups appears in Table 1 . 
Instruments
The two instruments used in this research will each be briefly described. First, a 36-item paper-and-pencil survey was employed. Second, structured interviews consisting of 11-18 focus questions were held for non-ECER and ECER students respectively.
Phase 1 Surveys. The original Chinese version of the translated survey was distributed to 800 students at 8 ECER schools and 750 students at 9 non-ECER schools. Of the 1,550 surveys distributed, 1,415 valid questionnaires were returned. Surveys with less than 2 missing items were considered valid. SPSS 12.0 was used to analyze the questionnaires, which contained two types of questions: multiple-choice questions with categorical responses and 5-point Likert scale questions with pseudo-ordinal responses. After basic descriptive statistics from this data was obtained, the 5-point Likert scale responses ranging from "strongly agree (5)" to "strongly disagree (1)" were truncated into three categories: "agree", "uncertain", and "disagree". The 5-point Likert scale frequency responses were also truncated into three categories: the "never" and "seldom" responses were lumped together into a superordinate "rarely" category; the "usually" and "always" responses were consolidated into a superordinate "frequently" category;
and the mid-range response -"sometimes" -remained unchanged. These differences were tested for statistical significance with a Mann-Whitney U test for the pseudo-ordinal data. A chi-square test was used for the categorical MC data. A probability of less than .05 was set for the significance level. In addition, effect sizes using Cohen's d for the statistically significant items were calculated to better gauge how the two groups of students varied. This should also facilitate any subsequent meta-analyses.
Phase 2 Structured Interviews. All interviews were digitally recorded, transcribed, and then analyzed according to the analytical-strategy proposed by Schmidt (2004) .
Results
Let us consider the results in terms of each research question.
Do English Proficiency Exit Requirements Tend to Affect Students' Motivation to Study English?
The Phase 1 data in Table 4 suggests that students from both types of schools varied little in terms of motivation for English study.
Only one fourth of the survey items had statistically significant sub-group differences. However, the effect sizes for these three items were small (d<0.3), indicating that students at schools with exit requirements tended to be only marginally more motivated to study by English than their peers. The Phase 2 interviews suggest that there may have been increased motivation for ECER students to study English. When asked if they had experienced any positive effects as a result of the exit requirements, 14 of the 24 ECER interviewees indicated the policy motivated them to study "somewhat harder". 10 of them claimed that they were passive learners who needed external inducements such as the test requirements to compel them to study. Informant S174 commented, "Since I will not be allowed to graduate unless I pass the test, the policy has pressured me into studying English." Although 21 of the 31 student informants admitted the exit requirement policy pressured them, informant S63 felt that it brought "more encouragement than stress." In other words, students interpreted the exam pressure in varied ways. Six ECER informants expressed anxiety about graduating and candidly acknowledged they had no desire to study English because of the exit requirements, despite knowing their English levels were low. One informant (S122) also mentioned that those who couldn't pass the proficiency test were looked down upon by their peers. 
Do English Proficiency Exit Requirements Appear to Influence the Amount of Time Students Reputedly Devoted to Their English Studies?
The survey data in Table 5 shows how much time students from both groups reported studying English per week outside of class when school was in session. Note that 8 out of the 1415 respondents (5 of whom were from ECER schools and 3 of whom were from non-ECER schools) did not respond to this question. Around 48% of the ECER respondents reported spending one hour or more on English each week, compared to merely 33% of their counterparts. Although there was a statistically significant difference between these two groups, the effect size was small (d= 0.2). This suggests that the difference between both groups regarding time investment in English study was minimal: 53% of the response distributions overlapped.
Moreover, one third (n=13) of the 38 interview respondents at ECER schools said that they used their school's language labs or websites for English study. In contrast, only one of their 33 counterparts mentioned doing this. In other words, students at ECER schools were far more likely to use their school's CALL facilities than their peers.
Do English Proficiency Exit Requirements Seem to Influence the Methods Students Employ for Test Preparation?
The Phase 1 data in Table 6 compares how the two groups of students reported preparing for their English exams. More than half of the students in both groups reported using traditional test preparation methods such as text reading, rote memorization, and practicing grammar exercises. Although there were six statistically significant differences between the two groups, only one had a moderate effect size (d=0.5). Students at schools with exit requirements reputedly did more test-related practice than their counterparts. All other effect sizes were slight (d<0.3).
Exam Prep Strategies
The Phase 2 interviews suggest a different picture. When asked if they were aware what educational resources their schools provided for students to prepare for certification tests, 11 ECER students mentioned utilizing their school's CALL facilities, compared to only 4 of their counterparts. In addition, when asked if they wanted more test preparation class instruction, nearly three times more students at ECER schools (n=20) voiced a desire for more testcramming courses than did their counterparts (n=7). Given the fact that only one quarter of the 38 ECER examinees had already passed the exit exams, it seems understandable that so many of these students wished for more test-prep instruction.
Discussion
In Deci and Ryan's (1985) model of motivation, autonomous learning is considered an indicator of motivation, and such learning is thought to occur when learners perceive the value of acquiring new knowledge. The data from this research suggests that few students perceived the value of the educational activities connected with their English test preparation. It is therefore hardly surprising that participation in extensive voluntary autonomous learning was so sparse. For this population at least, it appears the English certification exit requirements did not enhance student motivation to a large extent. In addition, Dickinson (1995) claims that successful learning and enhanced motivation occur only if learners take "responsibility for their own learning and gain . . . control over the learning process" (p. 174). However, considering the avowed desire of many interviewees for test-prep instruction, it appears many students in this study were seeking the sort of teacher-centered, taskmaster-based instruction that they had in high school. In other words, few students expressed an interest in achieving learner autonomy.
Data from the first two phases of this study showed that students tended to focus more on reading and listening than on writing and speaking skills. As a consequence, foreign language production skills appeared to be underdeveloped. This is not surprising because the majority of informants did not believe they would actually need to use the language skills supposedly being taught to any significant degree in their immediate future.
Considering all of this, many students' extrinsic motivation may have marginally increased because of the new exit requirements. However, their intrinsic motivation did not appear to develop accordingly. As most readers probably know, extrinsic motivation refers to a desire to learn things to fulfill external goals such as passing a test, obtaining a job, or earning more. By contrast, intrinsic motivation occurs when learning becomes its own reward (Deci, 1971) .
It is often claimed that learning is more likely to be successful or effective if intrinsic motivation is high, especially in the long term (Brown, 2001; Gardner & Lambert, 1972; Poret, 2007) . Harlen and Crick (2003) remind us, however, that motivation is complex and associated with concepts such as self-esteem, selfefficacy, effort, and self-regulation (p. 169). This is not something a mere test can engender. Indeed, this might explain why gains in ECER students' avowed motivation to study was nominal, and why changes in the amount of time they reputedly studied were also so modest. Gardner and MacIntyre (1993) suggest that motivation consists of three components: (1) a desire to achieve a goal, (2) an effort towards that direction, and (3) a feeling of fulfilment when a task is completed (p. 2). Though mandating English proficiency exams may have enhanced the first two components, there is no evidence suggesting that any sense of task fulfilment was increased considering the low pass rate of students at ECER schools (see Tables 2 and 3) . Thus, the effect of the English certification exit requirements on student motivation appears to be partial at best.
The slighter higher desire to pass the proficiency tests reported by many students at ECER schools might be why they spent marginally more time on English study. However, this negligible time difference was not enough to translate into significantly higher scores. The evidence from this research makes it clear that the test requirements did not lead to a noteworthy amount of "studying for the test". Moreover, old habits of traditional, non-communicative study seemed to remain entrenched. This research confirms the contention of other washback studies that tests are not a panacea that will always succeed in promoting student learning. Because of the weak impact perceived in this context, policymakers and administrators need to understand that any attempts to drive reform or enhance learning outcomes through the imposition of tests are unlikely to succeed in the absence of consensus within the wider society about the value or quality of the test and the usefulness of the skills tested. Top-down testing policies, developed without due consultation with all relevant score users, may be ineffective, may produce effects that are quite different from what is intended, or may result in insignificant effects. Therefore, it is suggested that policymakers (administrators) take into consideration various stakeholders' opinions before instituting a testdriven policy, and evaluate test effects after implementation to investigate whether the intended positive effects have, in fact, been attained or whether the policy has elicited more negative effects or no effects at all.
Conclusions
Let us now briefly summarize the main points of this study, acknowledge some of its limitations, and suggest avenues for further research. Three findings have been suggested by this study. Each is briefly summarized.
Motivation for English Study. More than half of the ECER students in the Phase 1 indicated that they did not believe that the EFL exit exams enhanced their incentive to study. However, nearly 65% of the 38 Phase 2 ECER informants indicated that the tests pushed them to study to some extent. This suggests that the exit exams probably had inconclusive effects on motivation.
Time Allocated to English Study. Although Phase 1 and 2 ECER informants indicated they spent slightly more time studying than their peers, 51% of the survey respondents claimed to spend less than an hour of English study per week. This suggests that the exit exams did not significantly affect the amount of time most respondents studied.
Methods Adopted to Study English and Prepare for English Tests.
Both groups tended to rely on traditional test cramming methods. However, nearly 10% more students at ECER schools appeared to use a somewhat broader variety of study approaches than their counterparts. In other words, they claimed to spend more time reading magazines, listening to English CDs or radios or practicing conversations than their peers. Nearly half ECER students claimed that they often or sometimes use their school self-access centers and test practice websites while around one fifth of their counterparts made such a claim (See Table 6 ). These two findings seems to indicate that the exit requirements may have encouraged a modest amount of learning through communicatively-oriented and test-prep approaches.
Limitations and further avenues to explore
This study has three salient limitations and should serve suggestions for further research. First, its focus is limited to a policy of mandating EFL proficiency in a Taiwanese tertiary context among non-English majors. Whether or not the patterns in this study would generalize to respondents with different educational backgrounds or fields other than English is an open question. Future studies should explore how exit exam policies appear to impact test stakeholders in different learning environments.
Second, this paper offers a glimpse of how one group of students have responded to an educational policy at only one point in time. This study was conducted at a period when many institutions in Taiwan were eager to eager to adopt the government's EFL exit exam policy. A longitudinal study would surely offer a clearer picture of the long term effect of this exit exam policy. Similar longitudinal studies should also be conducted at schools with proficiency exams requirements in other disciplines such as math or computer literacy.
Third, this paper has relied on self-reported student data. As Nisbett and Wilson (1977, pp. 231-259) and Yu (2010) point out, such information is easily prone to expectancy bias. Subsequent research should include more classroom observational data and seek to corroborate student information with other data sources from teachers and school administrators. This should allow researchers to get a more accurate and dynamic picture of how washback patterns are perceived by different test stakeholders.
